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This paper inspects the role of storyboards and graphic organizers, vocabulary, cultural
relevancy/responsiveness, reading fluency and reading engagement, as each relates to
reading comprehension growth in middle school English Language Learners. The use of
storyboards and graphic organizers provides a visual component, which offers another
way for students to examine the text. Vocabulary knowledge helps students decode
unknown terminology while they are reading and that can lead to better understanding.
When students see their own culture represented in the texts they read, it leads to clearer
insights into that text. An ability to read text quickly and accurately, without stumbling
over words, causes understanding to intensify. When learners are engaged in what they
are reading, without becoming easily distracted, reading compression capacities surge.
One specific strategy does not exist that encompasses all of these different aspects of
reading into a cure-all program. Rather, it is a combination of the previously listed
components that leads to the best way to increase reading comprehension in middle level
ELLs.
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CHAPTER I: INTRODUCTION
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Reading Struggles
The ability to read and comprehend text is a struggle for school aged children all
over the world; the United States is no exception. This skill is not one that is useful for a
short period of time either, as students will need to read throughout the remainder of their
lives. This is true both professionally and personally. Unfortunately, the NAEP, or
National Assessment of Educational Progress, determined that nearly 70 percent of
secondary students did not have basic reading skills for daily life (Lipka & Siegel, 2012).
Also, in 2009, over one million students did not graduate on time, and this was likely
impacted by a general lack of reading skills (Gámez &Lesaux, 2015) This is obviously a
problem and it is an issue that is compounded by other factors.
Not only are secondary students struggling, generally, with the ability to read, but
they also have little desire to practice in order to improve their skills. Only slightly over
one fifth of eighth grade students said that reading was an activity they found to be their
favorite (Taboada et al., 2013). Additionally, and possibly more concerning, almost 90
percent of that same demographic thought they did not learn very much from reading
books. So, students do not show reading proficiency, they do not like to read and they do
not think that reading certain texts helps them gain information.
When students struggle to read, there is always a reason behind their difficulties,
especially when it comes to reading comprehension and fluency. One cause of this is a
growing population of students with disabilities and English Language Learners. Over 47
million people who are five or older, in the United States, speak a non-English language
at home (Molina Naar, 2013). Limited support from parents or guardians, who do not

speak English at home, make it difficult for language learners to practice their new
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language. To complicate matters, these students are tasked with reading in a language
that they are not as familiar with, when compared to their language of origin. Needless to
say, these pupils struggle to read grade level texts at the necessary standard to be
proficient.
English Language Learners
There are two main classifications identifying students as English Language
Learners; 1) those who speak a language at home that is not English, and 2) those who
show a lack of mastery of the English language (Hwang et al., 2015). Also, these
students’ low levels of literacy can lead to academic failure in numerous classes (Vaughn
et al., 2009). Not being proficient in English could include deficiencies in a number of
skills, including; reading, writing, speaking, listening and others as well. Various authors
refer to students learning a second language in a multitude of ways, including English
Language Learners or ELLs (Bolos, 2012). Others use the same phrase, English
Language Learners, but shorten the abbreviation to ELs (Vaughn et al., 2017). Yet, some
find the terminology of language minority (LM) learners to be the most accurate
(Mancilla-Martinez et al., 2011). Still, others choose to use the expression, EFL or
English as a foreign language (Molina Naar, 2013). There are other educators and
researchers that prefer to define these students as ESL, or English second language
(Praveen & Premalatha, 2015). Regardless of how this group is defined, it is clear that
they struggle with fluently reading and comprehending English. This is especially true
when compared to their native English-speaking peers. A large number of studies
indicate that ELLs struggle to comprehend text as well as their monolingual classmates

(Lipka & Siegel, 2012). These learners make up a large section of the student population
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in the United States as well, and it is growing. “English learners (ELs) constitute 9.2 %
of the national enrollment in public elementary and secondary schools” (Hall et al.,
2017, p. 764). To give that percentage a more understandable number, almost 11 million
students are designated as ELL (Vaughn et al., 2009). Additionally, according to Hall et
al. (2017), from 1995 to 2010 the growth of ELLs increased by nearly 65 percent, while
the overall student population rose a mere four percent. Furthermore, the dropout rate for
students learning a second language is almost twice as high as those who speak English
only (Gámez & Lesaux, 2015). When ELLs struggle with one or more of the aspects of
reading, they do not always get support at home in the form of practice. This population
continues to increase in the public schools in the United States, so it is important to find
the best reading comprehension strategies to educate these struggling learners.
Essentials of Reading Comprehension
Reading comprehension is not as simple as being able to read a text and
understand what the piece of writing is talking about. Gámez and Lesaux (2015) view
reading comprehension as a combination of the reader, the text and the purpose of
reading the text. These variables determine why and how a text will be read, as well as
what learners will do with the knowledge they have gained from the text. All students
learn differently, and each can benefit from a large variety of reading comprehension
skills and strategies. For example, some students learn best by being able to look at and
draw shapes or pictures. Visuals can help students learn about a text in a more effective
way than other strategies (Praveen & Premalatha, 2015). This is especially true for ELLs,
who look to gain any advantage they can find when trying to understand what they are

reading. The implementation of graphic organizers as a before, during, or after reading
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strategy can be extremely helpful towards reaching the goal of text comprehension.
When students read for any of their content area classes, at the middle school
level, they can become stuck on certain terms that are content specific. This clearly slows
the rate at which the text is being read, but also affects reading comprehension as well.
Lacking a developed and rich vocabulary can hinder academic success (Vaughn et al.,
2009). When teaching content vocabulary to ELLs, many have found success in using
their language of origin to help them get a better grasp of the word. When students are
able to see what the word means and how it looks in their first language, they are more
equipped to understand how the word is defined. Once they increase their vocabulary, the
skills required to comprehend a text escalate as well.
Anytime texts are being selected for English Language Learners, it is important
to find content that these students can relate to on a cultural level. One reason that ELLs
struggle with reading comprehension is due to the lack of exposure they have to
culturally relevant texts. “It is critical that all students be given the opportunity to connect
their own worlds of language and communication to the curriculum they encounter
in schools” (Piazza et al., 2015, p. 3). When they do not see their culture or heritage
represented in what they are reading, it can lead to a withdrawn attitude toward
cultivating that skill. “In addition to helping build reading engagement, culturally
relevant texts support students’ reading comprehension” (Ebe, 2012, p. 182).
Furthermore, comprehension and aptitude increase when ELLs read stories that are
culturally relevant to them (Ebe, 2012). Once students get these types of texts in front of

them, they want to read them, they are engaged in the reading process and their
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connection to what is happening in the classroom expands.
Another aspect of reading comprehension is reading fluency, or the speed and
correctness at which a text can be read (Denton et al., 2008). If students cannot read at a
quick rate, in an accurate manner, comprehension decreases. To elaborate on this point,
Pretorius and Spaull (2016) see reading fluency as the bond between comprehension and
decoding. When ELLs put their focus and energy while reading, on trying to sound out
words or determining the meaning of unknown words, they are not focused on
understanding what the text is saying as a whole. If fluency is present, students can
process the text at a more advanced level, which will lead to an increase in
comprehension of the text (Lipka & Siegel, 2012). This was also made clear by Kieffer
and Lesaux (2012), who reinforced the connection between fluency skills and being able
to understand what a text is saying.
Reading engagement and comprehension are also interconnected. Studies show
that one without the other is exceedingly difficult to find in middle school ELLs, or nonELLs for that matter. Reading engagement is another reading ability that is
multidimensional; it involves both the intellectual ability to process the information and
to stay motivated to continue reading, even if the text is not appealing (Taboada et al.,
2013). When students understand what they are reading and want to continue looking at a
text, for any reason, that is a recipe to foster the development of reading comprehension.
Encouraging and expanding reading engagement skills are crucial for middle level
students, as this is the time when many become disengaged in their academics (Ebe,
2012). ELLs typically are more connected to the texts they read in elementary school due
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to the nature of the texts. In middle school, texts are naturally more academic and tend to
be less engaging for readers (Ebe, 2012). While in elementary school, ELLs find the texts
to be more appealing and less educational.
Understanding the reading struggles of all students, including ELLs, is critical in
order to recognize the crucial skill of textual comprehension. Knowing what aspects
define English Language Learners can give educators a better knowledge of how to help
them build reading comprehension abilities, and this can be done through a variety of
strategies. The role graphic organizers, vocabulary, culturally relevant text, fluency and
engagement all play in reading comprehension, will better help teachers implement
successful strategies and language minority students increase their literacy skills.

CHAPTER II: LITERATURE REVIEW
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Literature Search Procedures
In order to find articles to support the previous research statement, various
databases were accessed for information. ProQuest Education Journals, EBSCO
MegaFILE, Gale Literary Sources: Educator's Reference Complete and Scopus were the
four archives used to find research from the years of 2007-2018. From this plethora of
data, the docket was reduced by identifying mostly peer reviewed journals that
concentrated on ELL (English Language Learners), LM (Language Minority), EFL
(English Foreign Language) or ESL (English Second Language) students as it pertained
to reading comprehension. The multitude of searches contained “middle level,” “reading
comprehension,” ”ELL or English Language Learner,” “reading comprehension
strategies,” “middle school,” “ESOL” and “EL or English Learner.” Lastly, each source
had its reference page scoured for additional studies that met the previously listed criteria
and multiple studies were found this way. The format of this chapter is to examine the
findings on reading comprehension strategies in five parts, following in this order:
Storyboards and Graphic Organizers, Vocabulary, Cultural Relevancy/Responsiveness,
Reading Fluency and Reading Engagement, as they all pertain to Reading
Comprehension.
Importance of English Instruction
With more and more students coming from homes where the language spoken in
the home is not English, there has been an increased need for students to receive
additional services when it comes to language acquisition and usage. As Molina Naar
(2013) reported, 18 percent of people in the United States, over the age of five, spoke a
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non-English language at home. That means about 50 million people, including millions of
school aged children, do not speak English when they go home from school on a daily
basis. More specifically, as of 2008, 10.8 million students fit into this category, with 80
percent speaking Spanish as their first language (Vaughn et al., 2009). Due to this fact,
many ELLs need extra supports in order for them to be able to read and comprehend
grade level texts individually.
Graphic Organizers
One the most proven ways to increase reading comprehension skills for middle
level ELLs is through the use of graphic organizers and pictures. “Knowledge that is
presented non-linguistically is stored in the form of mental pictures” (Molina Naar, 2013,
p. 154). This is a less complex way to learn new information, especially compared to
learning letters or how to pronounce a word. This idea is reinforced by Praveen and
Premalatha (2015), who identify note taking, scanning and browsing as less effective
techniques when attempting to comprehend a text. They go on to say learning in a visual
way is a beneficial approach to teach comprehension, not only for middle school
students, but also for academics at all ages. For those who are not fluent in English, any
advantage they can gain through their senses is crucial to understand what they are
reading. An ELL may be able to gather meaning from a picture or a graphic, but not be
able to actually read the words on the page. Therefore, they can go back and access these
mental pictures when needing to show an understanding of comprehension from a text,
even if all of the words in that text were not grasped.

Storyboards
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Storyboards are also a helpful comprehension aid, particularly when it comes to
organizing information in a text. In order to show an increased level of comprehension,
Molina Naar (2013) implemented the use of storyboards in the reading of a 137-page
novel. Throughout the course of the four weeks of reading, participants were given a
pretest, posttest, scored on engagement and taught how to use storyboards. The results,
overall, were a large increase from pre to posttest scores for these students. On average,
students started at 61 percent on the pretest and were able to raise their scores to 89
percent on their posttests. Furthermore, students understood that completing their
storyboards was helpful in them understanding the text and increase their assessment
marks as well.
Venn Diagrams
As an after reading strategy, Venn Diagrams are also a useful tool to support the
comprehension of a text (Watkins & Lindahl, 2010). In a study by Watkins and Lindahl
(2010) students had to come up with a Venn Diagram with three circles to compare daily
life in three unique places, including where they currently live. Another layer of this
application was to include vocabulary words that were pertinent for each circle and write
those down in the designated area. Finally, as a support for the ELLs, a fourth circle
could be added to the Venn Diagram and the topic may be changed to talk about culture.
The fourth circle would be looking at the culture of the individual student, further
connecting them to the text and ultimately give them a new understanding of what the
story is saying.

Importance of Vocabulary
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Reading fluency incorporates various elements of being able to read and
pronounce words accurately, either internally or externally. When students lack the
ability to read fluently, it is likely their ability to comprehend is also compromised. One
of the most critical aspects of fluency is vocabulary; knowing what a word means, as well
as how to say it correctly. A deficiency in vocabulary can be catastrophic to upper level
ELLs; “…underdeveloped oral language and vocabulary levels…can hamper their
academic achievement” (Vaughn et al., 2009, p. 298). They go on to say that
comprehension is affected by a limited vocabulary, as is the ability to complete oral and
written tasks at grade level. It is also suggested that with average fluency ELLs can
conquer word reading, but when the vocabulary increases in difficulty, challenges arise
(Vaughn et al., 2017). Furthermore, Gámez, and Lesaux (2015) see the same correlation
between vocabulary and comprehension; “…reading comprehension difficulties among
LM learners…in high-poverty schools showed that vocabulary knowledge was a source
of difficulty…” (p. 449).
Vocabulary Strategies
PACT, otherwise known as “Promoting Adolescents Comprehension of Text,” is
a teaching strategy that focuses on academic vocabulary and peer discussion (Vaughn et
al., 2017, p. 23). Eighth grade students, many who were ELLs, completed this study
through their social studies coursework. During the 20-week timeframe, the intervention
took place daily for 45 minutes or once every other day for an hour and a half. These
students were trained in five components of PACT; comprehension canopy, essential
words, knowledge acquisition through text reading, TBL (team-based learning)

comprehension check and TBL knowledge application (Vaughn et al., 2017). For the
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purposes of vocabulary, essential words are the most critical of the five. With this
component, a new set of five important terms were introduced on the first day of a new
unit. The definition, a visual, similar words, examples and non-examples, as well as a
discussion prompt, are the different elements included with each new word. The results
from this research indicate that the ELLs who took the MASK, or Modified Assessment
of Social Studies Knowledge and Reading Comprehension and were also in the treatment
group, scored higher on the pre and posttest, when compared with those in the
comparison group (Vaughn et al., 2017).
The language a teacher uses while teaching can have a positive or negative impact
on the students in their classroom. Whether it is in discipline or instruction, how a teacher
verbally handles each situation can be beneficial or detrimental. Teacher’s language use
is what Gámez and Lesaux (2015) looked for, especially as it pertains to “use of
sophisticated vocabulary, total amount of talk” (p. 449). In this examination, 40 to 90
percent of each of the 24 classes that were used as the control were comprised of ELLs.
Several measures were applied in order to gage any gains students made during the seven
months that data was collected. The Gates-MacGinitie Reading Test, State Standards
ELA test and Updated Dale-Chall List-Revised were the three assessments used to
determine comprehension and vocabulary skills (Gámez & Lesaux, 2015). Also,
classrooms were live coded six times during the school year. This was done to listen for
vocabulary instruction, as well as to determine which words were identified by the
teacher as important. Moreover, classroom observations were videotaped and analyzed
for aspects, like refined words used and overall variety in vocabulary. The results show,

regardless of how long direct vocabulary instruction took place for, the more teachers

18

used sophisticated words equaled a greater increase in reading comprehension.
When ELLs are trying to acquire new vocabulary, it is helpful to connect the
English word to a word that has a similar meaning in their first language. Vaughn et al.
(2009) included this idea like so: every time there was a term, the instructor said the word
and then found a similar term in Spanish. Additionally, students were given the definition
of the word, a visual to help them understand multiple aspects of it, two sentences with
the word used in both and they were allowed to discuss it with a partner. These features
were included in the treatment group of this exercise, which took place for nine to twelve
weeks and for about 50 minutes per day. This study took place in two middle schools in
the state of Texas in 2006-2007 and also again in 2007-2008. For the first and second
experimental investigation, ELLs who found themselves in the intervention group
outperformed their ELL peers that were placed into the control section. This performance
was true not only for comprehension, but also for vocabulary for both groups of ELLs
(Vaughn et al., 2009). Lastly, ELLs in the comparison cluster achieved the least out of
the four sections for both vocabulary and comprehension. This further proves the
effectiveness of the treatment on that group of ELLs, as well as the need for targeted
instruction for this population.
An advanced vocabulary can lead to better knowing how to spell words and
define suffixes, such as “-ed, -ing” (Reed, Petscher & Foorman, 2016, p. 636). While
many see spelling as a basic skill and vocabulary as an advanced skill, each is important
when trying to understand a text. Reed et al. (2016) similarly identified being able to
decode words as an important skill, not only for reading comprehension, but also for
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phonics and fluency. To examine the connection between spelling and vocabulary, a total
of 2,813 students in grades sixth through tenth participated in this analysis. Anywhere
from 59-101 of the students in each grade level were identified as LEP or limited English
proficient. The FCAT, otherwise known as the Florida Comprehension Assessment Test,
was a measure the students were given to assess reading comprehension. The term
breakdown assignment was measured by the FAIR (Florida Assessments for Instruction
in Reading) Word Analysis Task. This test “…assessed students’ knowledge of the
phonological, orthographic, and morphological information necessary for accurate
representations of English orthography” (Reed et al., 2016, p. 640). For vocabulary
understanding, students were tasked with choosing one of three words in a sentence that
they believed would best work in that context. From their score on this assessment, they
were given a reading grade level based off of the Flesch-Kincaid system. Through these
various measures, researchers were interested in knowing if spelling and vocabulary
impacted the reading comprehension of ELLs, as well as native English speakers. The
data suggests that a strong grasp of vocabulary was a better predictor of reading
knowledge when compared to the ability to spell. This was true for those categorized as
LEP, as was the case for those who were not. For example, seventh grade LEP students
had a 22 percent unique variance in regards to vocabulary, while spelling provided only a
one percent variance (Reed et al., 2016).
Teachers and administrators often look at growth and trajectories when attempting
to predict future success for both ELLs and non-ELLs. This inquiry attempted to shed
some light on this issue, especially as it is concerned with “Spanish-speaking LM
learners’ English reading comprehension from fifth through seventh grade” (Mancilla-

Martinez, Kieffer, Biancarosa, Christodoulou & Snow, 2011, p. 343). Literacy, in this
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study, was measured at four times from fifth to seventh grade for those participating. The
first-time students were tested was in the fall of their fifth-grade year, followed by the fall
of their sixth-grade year, as well as in the spring of the same school year. Finally, the fall
of seventh grade was the last time testing occurred, but word reading was not scored in
this final portion. For the students in this investigation, two measures were used as
assessments. First, the TOWRE, better known as the test of word reading efficiency, was
administered to determine how many words a student can accurately read in a 45 second
time frame. Second, the GRADE, also known as the group reading assessment and
diagnostic evaluation, was given to measure listening comprehension, comprehension of
sentences, reading vocabulary and understanding of a passage. The results from
Mancilla-Martinez et al. (2011) show that reading comprehension was predicted by both
listening comprehension and original word reading. Word reading, or having an
expanded vocabulary and being able to pronounce those words, had the greatest effect on
the raising of the reading understanding course. Listening compression skills were
helpful, but proved to be not nearly as important as word reading in this analysis. Also,
this research showed that by the time students were in seventh grade, their growth rate
slowed considerably, when compared to their progression as fifth graders (MancillaMartinez et al., 2011). This slow growth was present for not only LM, language minority,
students, but also for native English speakers as well.
Much like Vaughn et al. (2017) showed with the use of PACT, Lesaux, Kieffer,
Faller and Kelly (2010) implemented ALIAS to help improve academic vocabulary of
middle level ELLs. Academic Language Instruction for All Students used articles with a

high possibility for student engagement, late elementary to early middle school
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readability level, appropriate length and opportunity to incorporate eight to nine terms
from each passage. This differs from the study done by Vaughn et al. (2017), because
PACT only focused on five terms for each lesson, three to four less than is done in the
current study. For 18 weeks, with 476 sixth-grade students, the intervention program was
carried out using the ALIAS system. Of the 476 students, only 130 were first language
English speakers, meaning that the large majority of students were language minority
learners (Lesaux et al., 2010). The treatment group focused on the eight or nine words
selected from an article for eight days at a time. At the conclusion of that time period, a
new passage was read and new words were selected. Many different interactions with the
words took place for these participants, including individual, small group and whole
group activities. Measuring student growth was done via several sub categories,
including; vocabulary, reading comprehension, teacher surveys and teacher interviews
(Lesaux et al., 2010). The latest posttest was given in the middle of July and this was
done only in a year-round school. All other posttests were completed in the months of
May and June; at the end of a traditional school year. Results indicate that a great deal of
growth was present for LM learners, especially in the categories of reading vocabulary
and target word mastery. Each group of LM students increased scores from the pretest to
posttest by one point for the control and 5.25 points for the treatment, in regards to target
word mastery (Lesaux et al., 2010). For reading vocabulary, the LM pupils in the control
saw a 4.87 jump from pre to posttest and those in the treatment saw a 15.86 jump. Native
English speakers also saw gains made in both categories, but the treatment groups saw
significant improvement, whereas the control group’s advances were less noteworthy.
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Just as Molina Naar (2013) indicated, Bolos (2012) also reinforces the fact that a
large number of students come from homes where English is not spoken at all or at least
not nearly as much as another language. “According to the U.S. Department of
Education's National Center for Education Statistics (2010), in 2008 there were
approximately 10.9 million children in the United States who did not speak English in
their homes” (Bolos, 2012, p.14). When students are allowed to come to school and read
or write in their home language, at least some of the time, it can produce great growth in
their reading comprehension and vocabulary skills. Even though SIOP, Sheltered
Instruction Observation Protocol, and CALLA, Cognitive Academic Language Learning
Approach, are helpful methods, this research lays out three strategies that work best with
ELLs that do not fall into either category. The first strategy is identified as the interactive
read-aloud. In this technique, a teacher simply reads aloud to their students and the
student models the fluency, strategies and comprehension shown by the teacher (Bolos,
2012). Also, the teacher stops at certain places in the text, which allows ELLs to chunk
the passage into a more understandable portion. Visual supports, paraphrasing and
extension, Bolos (2012, p. 16) says, are part of the “read-aloud plus strategy,” which
allows ELLs to better comprehend the text they are having read to them. Before the
actual reading takes place, the teacher picks out vocabulary that may be challenging to
the students and gathers visuals, photos or objects to aid in the understanding of each
word. During the lesson, the teacher checks for understanding of vocabulary and key
points, finishing up with a paraphrase or visual to end the lesson. Next, the second
strategy is known as shared reading, along with other comprehension strategies. ELLs
benefit the most from small group instruction when it comes to reading comprehension,

rather than whole class training. Shared reading starts by having the teacher read a text
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aloud. This is followed by the students reading aloud with the teacher; by doing so, they
are practicing fluency cooperatively (Bolos, 2012). After students have mastered this
technique, the teacher can gradually shift to a guided reading lesson. These types of
practices are helpful for ELLs, because they focus on the development of vocabulary and
vocabulary interaction amongst the teacher, as well as the student. At the end of the
lesson, teachers can debrief and reinforce important aspects of the lesson, such as
reaffirming the definitions of the vocabulary words used in the passage. Third, the final
strategy in this study is labeled as vocabulary enrichment. Teachers have many options
for vocabulary instruction, including; rewording a heavy text into a less complex
language, permitting students to draw pictures, allowing time to discuss the word and
providing sentence stems or questions related to the word (Bolos, 2012). Frontloading is
a method that teaches vocabulary before starting a lesson and it could include using a
word wall or pictures, along with definitions created by students. Graphic organizers are
also beneficial when teaching vocabulary, because “when teachers use graphic organizers
for vocabulary instruction, ELLs benefit from the clear breakdown of the vocabulary
words and their meanings” (Bolos, 2012, p. 17). Word webs and the Frayer model are
also helpful for ELLs, because the more ways ELLs can be exposed to various words, the
more likely they are to learn them.
Both Mancilla-Martinez et al. (2011) and Farnia and Geva (2013) examined
student trajectories in their inquiries. While the first group of researchers were concerned
with Spanish speaking LM learners only, the study done by Farnia and Geva (2013)
observed the development of reading understanding in both ELLs and “monolingual
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English‐speaking (EL1) students” (p. 389). This investigation aimed to compare the rate
of progression in the reading comprehension of both EL1 and ELLs from fourth to sixth
grade. The number of students in this study was 553, with 400 of these students labeled
as English Language Learners. This large majority came from homes that spoke a variety
of languages, but both the ELLs and EL1 students came from the same classes. Data was
gathered from first through sixth grade, which varied depending on the grade being
assessed. Many different areas of reading comprehension, vocabulary and fluency were
tested, including; nonverbal ability, working memory, phonological processing,
phonological short-term memory, phonological awareness, naming speed, word-level
reading, real-world reading, pseudo word reading, reading comprehension, oral language
skills, receptive vocabulary, syntax and listening comprehension (Farnia & Geva, 2013).
The results indicated that reading comprehension skills were gained at a higher rate from
fourth to fifth grade, compared to fifth to sixth grade and this was true for all participants.
For ELLs, naming speed, syntax, nonverbal ability and vocabulary were all forecasters of
advancements in reading understanding. Furthermore, those ELLs who scored higher on
their first-grade tests, generally had a higher reading comprehension than those who
scored lower, by the time they were in sixth grade. Additionally, as far as vocabulary is
concerned, Farnia and Geva (2013) discovered that short-term memory calculates
vocabulary knowledge and the growth rate in vocabulary for no only ELLs, but EL1s as
well. Lastly, the results show that the trajectories of monolingual English‐speaking
students are linear, but the trajectories of language learners are nonlinear.
Hall, Roberts, Cho, McCulley and Carroll (2017), analyzed 11 studies, focusing
on those with students in grades four through eight, in an effort to measure two key
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aspects for ELLs; 1) what is the overall effectiveness of instruction given for reading, and
2) how does the effect differ based on “student, instructional, and study characteristics”
(p. 763). There were 7,366 students included in the 11 studies that made the cut and
followed the eight requirements determined by the researchers. Ninety-two percent of the
participants were in sixth through eighth grade and many of the studies identified certain
students as limited English proficient. Five of the examinations included vocabulary
instruction only, while the other six were a combination of comprehension and
vocabulary teaching (Hall et al., 2017). These studies also took place in multiple subjects;
science, social studies, mathematics and English language arts. There were differences in
the characteristics of these findings as well. Dosage, academic context and the variety of
reading instruction delivered were three of the most consistent differences. The results
specified that vocabulary alone was not the most effective way to reach growth in reading
comprehension. This inquiry concluded that when combined with comprehension
instruction, vocabulary was able to have an impact on overall reading understanding.
Furthermore, the studies that did not have a high number of participants were more
successful in effecting change in the students. Lastly, dosage was not a substantial
forecaster of success; studies with 15 hours of instruction or less were better at getting
results than studies with 26 hours or less of instruction (Hall et al., 2017).
Lesaux, Kieffer, Kelley and Harris (2014), much like previous studies mentioned,
measured the growth of 2,082 students, 1,469 of whom were coming from homes where
English was not the primary language spoken, using an academic vocabulary
intervention. This 20-week treatment involved sixth grade students from 14 urban middle
schools in California. ALIAS, Academic Language Instruction for All Students, was

implemented over the course of nine, two-week units and two, one-week review units
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(Lesaux et al., 2014). Each unit focused on a short piece of informational text, from
which a total of 70 vocabulary terms were chosen. Of the 70 words, 10 of them were
retaught in one or more of the following units, but not all appeared in the exact same
form as the first time they were learned. Several measures were put in place to see how
well the participants grasped the terms that were being taught to them from the prechosen informational texts. Some of the types of assessments included, vocabulary,
Gates-MacGinitie Reading Vocabulary Test, academic word mastery, word association,
academic word meanings-in-context, morphological awareness, morphological
decomposition, morphological derivation, reading comprehension, comprehension of
expository text including academic words, Gates-MacGinitie Reading Test, Fourth
Edition: Reading Comprehension, writing and Oral and Written Language Scales:
Written Expression (Lesaux et al., 2014). The results show that the intervention was
helpful for students’ academic vocabulary comprehension, but individual word
knowledge grew more than understanding texts with vocabulary embedded in them. The
main measures that students showed the most progress on, were academic term mastery,
word associations, word learning skills and others as well. LM students also benefitted
more from the treatment than their EO, or English only, peers, when it is concerned with
academic word mastery (Lesaux et al., 2014). Listening, speaking, reading and writing
were all used in this examination, which covers many more aspects of comprehension
than other research in this field. This may help explain why the results were so conclusive
for making gains in the arena of vocabulary.

The study on vocabulary intervention, conducted by Hwang, Lawrence, Mo and
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Snow (2015), focused on four research questions to guide their experiment. First, they
wondered what the reading summaries were, based off of reading understanding and
educational vocabulary, for EO, IFEP, RFEP, and LEP pupils? To clarify, EO stands for
English only, IFEP means initially fluent English proficient, RFEP is short for redesignated fluent English proficient, and LEP is an acronym for limited English
proficient (Hwang et al., 2015). Second, they wondered what the reading summaries
were, based off of reading understanding and educational vocabulary, of RFEP students
at dissimilar years since re-designation? Third, they pondered if there was a mixed effect
of Word Generation on the educational vocabulary understanding of EO, IFEP, RFEP,
and LEP learners? Finally, they questioned if there was a varied effect of Word
Generation for RFEP pupil’s educational vocabulary grasp based off of the number of
years they qualified as re-designated? To be clear, Word Generation is the name of the
intervention program used in this analysis. The purpose of the research-based treatment is
to have positive effects on language minority students’ academic terminology intellect.
Thirteen middle schools in California were chosen for this study and two specific
measures were used to gather data. These procedures included; academic vocabulary and
reading comprehension. More specifically, researchers used a personal score for each
student based off of their academic vocabulary knowledge, while also looking at the
“school mean” and the “school mean centered” (Hwang et al., 2015, p. 320). The same
format was applied to the reading comprehension measures as well, using the previously
mentioned three-tiered approach. For the first research question, it was determined that
the LEP students’ scores were the lowest for their reading profiles, while IFEP students
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scored the highest in regards to academic vocabulary. For the second research question,
the data showed a beneficial connection between the years since re-designation and
academic English proficiency. Specifically, the longer a student has been labeled as redesignated, the higher their skills in the English language. For the third research question,
treatment schools had much higher pre-test marks than the control schools when it came
to academic vocabulary. Students identified as EO, IFEP, RFEP and LEP showed gains
from Word Generation from 0.3 to 0.7 points when comparing pre and post-test results.
For the fourth research question, the data exhibited RFEP students that were redesignated within two years of this inquiry showed substantial progress in regards to their
academic vocabulary understanding (Hwang et al., 2015). Students who went through the
re-designation process within 12 months of this review, less than 36 months of this
analysis and three or more years from when the research began, did not see
improvements from the treatment.
Culturally Responsive Teaching
CRT, otherwise known as Culturally Responsive Teaching, uses cultural
information, previous understandings, reference systems and styles of acting for students
who are diverse, ethnically, in order to make education more applicable to and helpful for
them (Piazza, Rao & Protacio, 2015). One of the core ideas of CRT is that the strengths a
student has are the focal point of instruction, rather than the weaknesses they possess.
Furthermore, it is important for students to be able to link their language, used in the
home or in their community, to what they learn at school. This allows for them to see
connections between how they communicate at a personal level, compared to an
academic level. Another aspect of CRT is finding texts for students from diverse
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backgrounds that they are able to connect to. A good way to go about this is to look at the
background of the students, including “experiences, cultures, and languages” (Ebe, 2012,
p. 181). This ultimately helps with engagement, which in the middle level, shows
significant decreases when compared to elementary school. Lastly, Cole et al. (2012)
states, as previously mentioned, the importance language plays in multicultural or
culturally responsive teaching; noting that the connection between language and culture
is conjoined. When students are taught, with respect to their diversity in language, it leads
to students developing their identity, as well as more involvement in the school
community.
Cultural Relevancy and Responsiveness
Connection to a content area or subject is key for students to find commonalities
between what they are doing in class and what they experience outside of school on a
daily basis. Allowing students to connect their own language and modes of
communication to what they are being taught is crucial. Piazza et al. (2015) also explains
the importance of choosing resources, but indicate that materials alone are never enough
by themselves. They believe it is important to include web addresses, videos, writing
samples from students, speeches, applications, commercials, art and music into the
definition of a text, when picking tools to teach in a culturally responsive way. Three
fields of instruction are represented in this study, including special education,
multicultural education and the training of English Language Learners (Piazza et al.,
2015). Ten pieces of academic text were selected for each group and analyzed to
determine instruction motifs, develop a coding structure from these motifs and organized
into a catalogue, while searching and revising various groupings. After this work was

completed, researchers broke the 30 articles into five themes that were applicable to the
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previously mentioned fields of instruction. “…dialogue, collaboration, visual
representation, explicit instruction and inquiry” were the recommendations for practices
that developed literacy that was culturally responsive (Piazza et al., 2015, p. 6). In order
to use dialogue in a beneficial way, there were two main discoveries upon digesting the
text; 1) conversations between instructors and learners and 2) conversations between
classmates. Teachers should use academic language to encourage students to keenly
process what they are saying and should ask questions to engage more complex thinking
skills. Many different strategies can by employed to encourage peer communication, such
as “collaborative reading strategies, literature circles, reciprocal teaching, peer-tutoring,
book discussions” (Piazza et al., 2015, p. 9). For collaboration, students can create
meaning through shared exchanges and researching found 23 of the 30 studies supported
this type of instruction. Group discussions and peer tutoring are two ways that teachers
can maximize instructional time and understanding potential. In regards to visual
representation, researchers identified as ELL students as those who might most benefit
from the use of visual aids. Some of the visuals that were found to be the most
accommodating, were timelines, graphic organizers, Venn Diagrams, story maps,
diagrams, tables, charts and concept maps (Piazza et al., 2015). It is also significant to
note the important idea of allowing students to show what they have learned through the
use of images. This could include a multitude of examples, such as the visuals previously
listed to use with students from the teacher’s perspective. Next, explicit instruction was
the most frequently recommended teaching exercise, as it showed up in all but eight of
the 30 articles examined for this analysis. One of the most valuable ways to use explicit
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instruction is to apply it to learning new vocabulary terms. This would include seeing the
words repeatedly over the course of several days, while concentrating on definitions,
samples and non-samples. Lastly, inquiry can be helpful for diverse learners, because it
allows them to increase their motivation through collaboration and engagement. This was
the least recommended strategy, but ELLs can benefit due to the fact that they come up
with the questions that they want answered. Writing and critical thinking skills are also
used in this format, which diverse pupils need to develop more than their peers.
The main purpose of the inquiry by Ebe (2012) was to determine if
understanding and proficiency of EL readers increased when the story they were reading
had a connection to them on a cultural level. Much like Piazza et al. (2015), this study
also emphasizes the importance of students’ background and how that can help them
connect to a text. By choosing texts that are culturally relevant to middle level ELLs, who
are less naturally motivated than elementary students, it can help boost their reading
progress. There are several keys for success in academics that Ebe (2012) identifies as
being able to help ELLs in grades five through 12. The most important one was to
include and discuss students’ background, which incorporates “experiences, cultures, and
languages” (p. 181). From this practice, there are a host of other benefits that come to
ELLs, including reading engagement, because they are reading texts that are directly
relevant to their lives. The reading comprehension of adolescent ELLs benefits from
culturally relevant texts as well. Certain stories, even though they are written at the same
grade level, can be easier to understand if the students can connect to them on a cultural
level. “Culturally relevant books link directly to students’ particular backgrounds and
experiences” (Ebe, 2012, p. 184). Sometimes it is difficult for teachers to find texts that

relate to their students and sometimes they confuse cultural heritage with cultural
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relevancy. A book about a character from a country that the reader, who has lived their
entire life in the United States, is culturally from, will not have the same impact as a book
that shares experiences and backgrounds with the reader. To help determine the cultural
relevancy of a text, an eight-question rubric was created for this exploration. The
questions on the rubric dealt with a variety of topics, such as character similarities to the
reader, family, setting, time frame, age similarities to the reader, gender of the main
character, dialects of characters, how often similar stories were read by the reader and
experience similarities to the reader (Ebe, 2012). Four seventh grade ELLs contributed to
this study and it took place near the Mexican border, but in the United States. Many of
the students who attended this school were primarily Spanish speakers with low test
scores on English assessments and the texts made available to them were mostly from
European countries. Each of the seventh-grade pupils were reading at a fourth-grade level
and each was asked to repeat two stories that were written at a fourth-grade level.
According to Ebe (2012), each text was at least 500 words and had an almost identical
length. The first story was about “a young girl from El Salvador who starts school in the
United States with limited English proficiency” (p. 185). The second story was about two
kids, a boy and a girl, from the northeastern United States who realize they are capable of
magic. Students were recorded while reading and then retelling the two stories, while
being analyzed for miscues. These occur when the reader responds in a way that those
listening to him or her do not expect. These miscues go on to help determine how well a
reader actually understand what they are reading. After all of the data was evaluated, Ebe
(2012) came up with five findings; each of the four students in the study 1) determined
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the first story was more culturally relevant, 2) had better comprehension of the first story,
3) had more miscues while reading the second story, 4) had a higher proficiency when
reading the first story and 5) “made culturally relevant miscues where the oral texts they
produced matched their backgrounds and experiences” (p. 187). All in all, there are two
ways in which texts like the first story are beneficial to middle level ELLs. First, there are
more connections to the text they produce while reading is closely aligned with the
author’s proposed meaning. Second, readers understand the text at a higher level, if it is
culturally relevant, which helps to build proficiency when reading future texts.
Two different middle schools, within the same school district, were involved in
the inquiry by Cole et al. (2012), which focused on the comprehension of students who
spoke more than one language by implementing translation. Much like Ebe (2012),
students in this evaluation took part in a retelling or, in this case, translation from English
to Spanish. Pupils also were taught through small group guided reading gatherings, but
partook in summarizing and conversing about the text in their English classes. When
taking part in the translation of sections of a story, the learners verbally discussed their
thoughts on how certain words should be converted and then wrote down the approved
upon result. Cole et al. (2012) had two main questions the research revolved around; 1)
what dialectal positionings are being used in the state and school district via the language
that instruction is taking place in? 2) What dialect positionings are communicated by
instructors and students in the representation of the language that instruction is taking
place in local middle level buildings? These questions were applied to an extensive nonprivate, urban school district in the southern United States. In this area the ELL
population has seen a significant increase in the last half a decade, with 22 percent of all

students carrying that designation. Each location had participants aged 12 to 14 with
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almost identical numbers of boys and girls. These students were chosen by their
classroom teachers as either Spanish speakers or those grappling with reading (Cole et
al., 2012). These participants were shown to be two to three years behind their grade level
peers in reading and this was determined by tests from the state/district, grades in certain
classes and assessments done in an informal manner. The information gathered in this
inquiry signified that numerous alignments of language interrelate with the language
procedure, between all levels of the educational arrangement, which allows and prevents
ELLs access to non-English dialects. In response to research question number one, the
state ESL coordinator said that the state where this study took place was known as an
“…English only state” (Cole et al., 2012, p. 136). The attorney general of the previously
mentioned state also weighed in, saying that English is the preferred language of
instruction, but there were special circumstances where this rule could be broken. In
response to research question number two, several instructors at site two found it helpful
to utilize students’ original language for instruction. However, the policy being what it
was about only teaching in English, some teachers determined the rule was limiting in
providing access to information for their ELLs. Students also relayed hearing teachers
use the phrase English only while in classes of multiple contents. It seemed that those
instructors who understood what the students were saying, because they knew Spanish,
were okay with students speaking it occasionally. Most of the time, if a teacher did not
know Spanish, they were not okay with this happening in their classes. All in all, the
better an ELL understands a concept or idea in their first language, the better they will
comprehend what they are reading or studying, especially when translation is involved.

Understanding the Role of Reading Fluency
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Reading fluency, according to Pretorius and Spaull (2016), is the connection
betwixt decoding and understanding. Berninger and Abbott (2010), define oral reading
fluency as a student being able to produce words verbally, at a quick rate. If a student is
able to swiftly read the words they do know, out loud, while rapidly decoding those they
do not know, the greater their reading fluency. If a pupil is able to do this well, there is a
greater chance their reading comprehension will also increase. Pretorius and Spaull
(2016), reaffirmed this by stating that “…accuracy and speed in reading connected text,
has been found to be a reliable indicator of reading comprehension” (p. 1,454).
When learners do not get hung up on terms they do not know, their reading flows more
smoothly and has less pauses. When students are not struggling to pronounce words, they
will be better able to focus on what the text is saying and therefore will be better able to
comprehend it. A learners’ ability to fluently read a text can be compromised though.
There are numerous factors that can affect a reader’s ability to read fluently as well.
These include; awareness of the topic, density of the text or how intellectual the writing is
(Pretorius and Spaull, 2016). Finally, there can be various ways to measure fluency. It is
not just measured orally, because silent reading can also be an influence in determining
this skill.
Reading Fluency Strategies
In South Africa, where there are 11 recognized languages, Pretorius and Spaull
(2016) conducted a study on reading fluency. Many examinations of reading eloquence
are done in L1, known as first language or home language, but this inquiry was
conducted in L2. L2 is identified as a student’s second language or a non-native

language, which would be English for many South African pupils. All students in this
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country are taught in their L1 during the first three years of their education, but over 75
percent receive instruction in a language that is not English (Pretorius and Spaull, 2016).
This is problematic for learning English in South Africa, as fluency growth occurs the
most between first and fourth grade. In order to better understand these issues, two main
research inquiries were posed; 1) What is the strength in the connection between ORF
(oral reading fluency) and understanding in rural South African students, who are labeled
as fifth grade, as well as ESL (English second language)? 2) When it comes to
understanding, does an advanced level of fluency provide different outcomes in the realm
of ORF? Almost 1,800 students in fifth grade, from over 200 schools helped to answer
these two questions. To begin, each learner in a class, which was previously selected, was
given a reading comprehension test that lasted 40 minutes. The text used in this
assessment was written at nearly a fifth-grade level and included informational, as well as
narrative text. From each tested class, ten students were chosen, including three that
scored well, four that located themselves in the middle and three that did poorly
(Pretorius & Spaull, 2016). These pupils were then tested again, but this time the
assessment measured ORF. The two narratives used in this test were below fifth grade
reading level, including each a third and fourth grade level text. The reading
comprehension test results showed a lack of mastery, with learners coming in at a 23
percent average score. On the ORF assessment, the results were equally as dismal, with
students reading 46 WCPM (words correct per minute). Another discouraging sign was
that 11 percent of those in the sample were unable to read one word accurately in
English, even thought they had been educated for five years. To answer question one, this

analysis displayed that an extra 31 WCPM lead to a 14 percent comprehension score
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surge for those involved with this study (Pretorius & Spaull, 2016). To answer question
two, it was determined a more advanced fluency does not always equal a more developed
comprehension of a text for ESL students in South Africa. These outcomes do help
educators to better understand the role reading fluency plays into comprehension,
especially when considering rural, developing countries.
LM (language minority) learners entering kindergarten, who are fluent in regards
to English, are able to draw near to their native English-speaking peers by first grade
(Kieffer, 2011). This may be due to some proposing that development in reading is
cumulative, meaning that skills gained early on are helpful as a learner progresses with
their reading. Decoding words in preschool and kindergarten can lead to pupil’s ability to
read words fluently in first grade. This is thought to be true for both native speakers and
LM speakers as well, however, the rate of growth in decoding, as well as fluency may
vary for a variety of reasons. These two types of learners might have different strengths
and weaknesses, depending on when they master certain reading skills. For example,
primary LM students gain understanding of how to read new words quickly, while they
tend to struggle with reading comprehension later on (Kieffer, 2011). The current
examination attempts to answer two lengthy questions; 1) Are the rates of growth in
reading different for LM learners who are originally labeled as limited English proficient
or LM learners who are originally labeled as fluent English proficient, when compared to
native English speakers, especially during three specific time periods (kindergarten
through first grade, first grade through third grade and third grade through eighth grade)?
2) Are the rates of growth in reading, through protectories, different for LM learners who

are originally labeled as limited English proficient or LM learners who are originally
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labeled as fluent English proficient, when compared to native English speakers “…from
the same socioeconomic background attending schools with similar concentrations of
poverty?” (Kieffer, 2011, p. 1,195). Over 9,000 students participated in this study that
looked at their growth through eighth grade. Several measures were used in this report,
including English reading achievement, English language proficiency group, child
socioeconomic status and school concentration of poverty (Kieffer, 2011). As it concerns
English reading achievement, learners were assessed for knowledge of letters, decoding,
vocabulary, personal reflection and others as well. For English language proficiency,
pupils were categorized into one of three groups; speakers who spoke English as their
native language, LM learners who were classified as LM-iLEP (initially limited English
proficient) and LM learners who were classified as LM-iFEP (initially fluent English
proficient). For the measure of child socioeconomic status, their SES was calculated five
separate times, every odd year in school, minus seventh grade, plus kindergarten and
eighth grade. School concentration of poverty, otherwise known as the SES of each
school, was gaged at the same time as the information on child socioeconomic status was
being gathered. In the end, the reading trajectories of LM-iLEP learners were well behind
native English learners in reading achievement, but the routes come closer for those with
comparable SES circumstances. On the other hand, LM-iFEP learners that have paths that
are similar to others in the nation by first grade, are able to sustain average reading
achievement through the end of middle school. It seems that the great strength of SES can
override beginning English proficiency, which allows a more even playing field for LM
students through primary, elementary and middle school.

Four language systems or skills are at the center of the inquiry completed by

39

Berninger and Abbott (2010), which include; listening understanding, the ability to orally
express oneself, comprehension while reading and written expression. These four
techniques, according to the researchers, are unique, yet have the ability to be used
simultaneously if needed; this is what they used as their hypothesis for this analysis.
Students from two cohorts were examined, one group was a collection of first grade
students and the other group was a throng of third grade pupils. The first cluster was
selected, due to their formal literacy teaching just beginning. The second cluster was
selected, due to their literacy abilities being slightly more advanced and further
developed. These students came from a large urban school district in the Pacific
northwest, where more than 50 elementary schools were included in the exploration. The
younger cohort started with 128 learners in first grade, dipped to 122 in third grade and
finally bottomed out at 114 in fifth grade (Berninger & Abbott, 2010). The older cohort
had an original enrollment of 113 in third grade, 106 in fifth grade and 99 in seventh
grade. These cohorts were subjected to four language tests in the areas of listening
understanding, oral expression, reading understanding and written expression.
Assessments were administered on an individual basis, in a noiseless room by trained and
overseen graduate students. The WIAT (Wechsler Individual Achievement Test) is what
researchers used to gather data from each collection of students (Berninger & Abbott,
2010). The WIAT for listening understanding measured three main things; understanding
of sentences, approachable vocabulary and communicative vocabulary. For oral
expression, the WIAT looked for another three skills, orally speaking words fluently,
giving instructions and being able to visually retell a story through pictures. For the first

skill assessed, which is the most connected to fluency, students came up with words

40

verbally and as fast as they could. The WIAT, in regards to reading understanding, tasked
the children with reading texts and answering questions about each passage. Finally, the
WIAT for written expression had an additional three subtests; the ability to fluently write
words, putting sentences together and the ability to write a paragraph. Again, the first
task is strongly connected to fluency, which required learners to come up with as many
words as possible in a set time limit. The results indicated that all three of the languagebased skills were factors in determining reading comprehension. For written expression,
first grade (cohort one) reading understanding helped this skill. However, for cohort two,
in third grade, all three of the language-based skills were factors in determining written
expression. For listening understanding, each grade for both cohorts showed that reading
comprehension was the biggest aspect to determining success. Reading understanding,
for all of the grade levels in cohort one and third grade for cohort two, contributed to oral
expression. Written expression also contributed for third grade in cohort one and seventh
grade for cohort two, when it comes to oral expression (Berninger & Abbott, 2010). In
conclusion, listening understanding and oral expression were always connected with
written expression in first to third and fifth to seventh grade. Each of the four languagebased skills displayed changed in the previously mentioned time period. At times,
listening understanding uniquely backed written expression, but oral expression only
showed individualistic contributions in seventh grade for the second cohort.
Prefixes, roots and suffixes are the basis for which most, to all, English words
come from. The ability to successfully identify, define and use them to make words is
known as morphological awareness. Many of the more complicated terms show up in
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text, when compared to the rate English language speakers use them. The more advanced
a learner’s ability to be conscious of these prefixes, roots and suffixes, the higher their
reading comprehension capacities will be (Kieffer & Lesaux, 2012). LM (language
minority) students struggle with the aforementioned skill of understanding what they
read, but it is unclear how much morphological awareness plays into this deficiency. The
purpose in this study, in part, is to explore this connection for LM pupils. The ability to
define and use word parts also forecasts a students’ size of their vocabulary, which again
connects to reading understanding. Fluency is connected to efficient word reading as
well, which is related to morphology also. The ability to process morphemes quickly and
carry the spelling or meaning of a word part, from one word to another, can determine the
rate at which a passage is read. Taking all of this into consideration, this investigation
attempted to speak to the three hypotheses outline by the researchers. Morphological
awareness’ direct connection to reading comprehension, the indirect correlation between
morphological awareness through reading terminology and the indirect parallels through
word reading efficiency, were the three conjectures to be tackled in this inquiry (Kieffer
& Lesaux, 2012). Both L1 and L2 learners took part in trying to find an answer to all
three hypotheses. Nearly one thousand students took part in this analysis, with 323 native
English speakers and 629 LM learners from Spanish, Vietnamese and Filipino-speaking
backgrounds. The majority of the LM pupils were from a Spanish-speaking heritage,
which numbered almost 500. These groups came from 39 ELA, English language arts,
content areas in 14 middle level buildings located in the southern part of California
(Kieffer & Lesaux, 2012). An important note is how the examiners classified LM
learners; even if a student was not receiving ELL services, but they spoke a language
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besides English at home, they fit into the LM label for his study. A multitude of measures
were given to these young students. Reading comprehension, morphological awareness,
reading vocabulary and silent word reading fluency were the four ways students were
assessed. Two tests in reading understanding were administered; the first allowed 35
minutes to read multiple passages and answer questions in a multiple-choice format. The
second, created by the researchers, was untimed and gave five articles with three
questions to answer for each selection. The two morphological awareness tests were also
created by those conducting the study, including the first, which gave students 18 terms
that needed to have the base of each taken out and identified. The next one required
pupils to finish 18 sentences by picking a word with the appropriate suffix. For reading
vocabulary, learners were to define a term by picking a similarly defined word from four
choices. Finally, for silent word reading fluency, students drew lines between words
without spaces to see how many they could decode in three minutes (Kieffer & Lesaux,
2012). The sixth-grade learners had two testing sessions to complete all of these various
measures. The results suggested that morphological awareness had a mathematically
momentous and exclusive influence on reading comprehension. The connection was seen
in all three LM groups, as well as those who had been speaking English since birth.
Although the correlation between skills in morphology and reading understanding were
clear for all four cohorts, this was not the same case for reading vocabulary. While there
were strong connections for each group, Filipino-speaking students were affected the
most, followed by the Vietnamese speakers, next came the English orators and lastly, the
Spanish-speaking LM pupils. In regards to silent word reading, the effect on reading
comprehension was minor and not substantial. This held up for all four clusters of
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students as well. These previously listed results were all directly related to morphological
awareness and reading comprehension, but some products were indirect. Reading
vocabulary and silent word reading fluency were not incidentally impacted in a
meaningful way (Kieffer & Lesaux, 2012). While speed or fluency can be positively
impacted by a strong morphological awareness, word recognition and age may be bigger
factors in determining reading comprehension for both native and beginning English
speakers.
Reading comprehension, according to Kieffer, Biancarosa, Mancilla-Martinez
(2013), is multifaceted and draws the use of many linguistic abilities. One of the more
recent skills attributed to reading understanding is morphological awareness. Much like
Kieffer and Lesaux (2012) defined this ability, Kieffer et al. (2013), has a similar
definition; morphological awareness is the capability to look back at word parts and be
able to influence them. This aid to reading comprehension has numerous possibilities for
how it actually helps students better understand a text. MA, or morphological awareness,
could lead to gaining a larger vocabulary, develop fluency, help with decoding, but these
ideas have not been the subject of very much research to this point. The idea of MA is
also important for LM learners, because it may help predict reading comprehension for
those who master it. In order to determine the direct and unintended contributions MA
makes to reading understanding, two questions were asked by the researchers; 1) does
MA allow for an exclusive improvement to reading comprehension, while controlling for
multiple factors, among LM learners who speak Spanish in grades six through eight? 2)
Does MA allow for any unintended additions to reading comprehension via a multitude
of skills, controlling various factors, among LM learners who speak Spanish in grades six
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through eight? Also, if MA does contribute indirectly, do straight contributions still exist?
The students that helped to answer these two questions were from a kindergarten through
eighth grade school in an urban area of Massachusetts (Kieffer et al., 2013). This
particular school assists a student body that is over 90 percent Latino and nearly 80
percent of the students are categorized as LM, while almost half are labeled as limited
English proficient (LEP). 101 students participated in this inquiry and self-identified as
speaking Spanish at home, with 41 in sixth grade, 35 in seventh grade and 25 in eighth
grade. Numerous benchmarks were used to analyze students’ literacy skills, including
reading comprehension, reading vocabulary, sight word reading fluency, passage reading
fluency, listening understanding and “phonemic decoding efficiency” (Kieffer et al.,
2013, p. 706). For reading understanding, students were assessed using the GRADE,
otherwise known as the Group Reading Assessment and Diagnostic Evaluation. This test
measures both understanding of sentences and passages, while pupils answer multiple
choice questions. The GRADE was also implemented for reading vocabulary, using a
subtest that gauged the scope of the learner’s vocabulary knowledge. For fluency in
reading sight words, the TOWRE (Test of Word Reading Efficiency) was employed,
which required the students to verbally read a list of words that became more difficult as
the list progressed. For fluency in passage reading, students each read four passages,
while being scored for incorrectly read words and other errors as well. Listening
understanding was again assessed via the GRADE subtest on listening comprehension.
This subtest calculated the pupils’ ability to understand statements that were multifaceted
and they were unable to see these phrases in print. Lastly, phonemic decoding efficiency
was computed using the GRADE, where students read a list of nonwords that became
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more difficult the further down the list they went. The results of this examination indicate
that MA, statistically, had a strong affiliation to reading comprehension (Kieffer et al.,
2013). This affiliation between MA and reading comprehension was not limited to just
one grade level, but proved to be consistent in sixth, seventh and eighth grade. However,
there were some signs of regression as students progressed through middle school. The
results, for question two, also showed that reading vocabulary and the ability to read a
passage fluently were strong indicators of the subsidiary contributions of MA. Fluency
played a big part in determining MA for these students, especially when looking at
passage level fluency. That measure was the greatest predictor for these LM Spanishspeaking learners’ ability to comprehend a text.
Much like Pretorius and Spaull (2016) looked at ESL or L2 learners in regards to
reading comprehension/fluency, Lipka and Siegel (2012) did the same in their study.
Also, similarly to Kieffer et al. (2013), this analysis understands the complexity the
multiple variables that make reading understanding so intricate. Due to the variety of
factors that play into reading comprehension, it is no surprise that so many young
students struggle with this skill. To be exact, ten percent of seven to 11-year-old learners
have inadequate reading ability skills (Lipka & Siegel, 2012). There are two basic
contributors to difficulties in reading comprehension; 1) word reading issues or not being
able to read in order to understand and 2) being able to read a text relatively fluently, but
still not being able understand what it is saying. Four intellectual procedures have been
determined as necessary for ESL learners’ reading progress. Phonological processing,
working memory, syntactic awareness and morphological awareness (MA) are the four
processes that are most impactful for ESL students (Lipka & Siegel, 2012). In regards to

phonological processing, this signifies the ability to process sounds of speech, like
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rhymes, syllables, combining and segmenting sounds. For working memory, learners are
tasked with keeping data for a short period of time and then asked to be able to transfer or
change it in some way. In regards to syntactic awareness, pupils are tasked with
determining the next word in a sentence or sequence, which requires a developed
understanding of grammatical rules. MA is the ability to break words apart into prefixes,
suffixes and roots, while also being able to define them. Furthermore, students need to be
able to take those word parts to construct meaning of other words with similar prefixes,
roots or suffixes. The main goal of this survey is to look closely at the abilities of ESL
students to comprehend what they are reading (Lipka & Siegel, 2012). A secondary goal
for these researchers was to inspect total achievement and compare L1 learners to ESL
learners in three of the four previously identified processes, excluding working memory.
Another, and final, goal was to intentionally study the profiles of pupils with struggles in
reading understanding. Thirty different schools, from one district in Canada, took part in
this examination. A total of 674 students were involved with this study, with 572 being
classified as L1 and 102 being labeled as ESL. Not all of the ESL children had a similar
language background, because there were 33 languages represented within the
aforementioned cluster (Lipka & Siegel, 2012). This school district created their own
reading program for L1 and ESL pupils, which they applied as an intervention from three
to four times per week and identified this procedure as Reading 44. The main purpose of
this plan of action was to help in “…developing a language and literacy rich environment
with story reading and retelling, journals, and the reading of children’s books of different
levels” (Lipka & Siegel, 2012, p. 1,880). Grade seven students were assessed using six
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different measures; the four previously mentioned, with the addition of reading skills and
the ability to understand what they are reading. For reading skills, learners were asked to
take the WRAT, which required them to look at a list of words. These words became
increasingly difficult as the list went on, but they were allowed to stop after ten
incorrectly pronounced words. For reading comprehension, students read small passages
from a text and answered multiple-choice questions about what they read. The working
memory assessment requested pupils to finish sentences that left the last word missing,
while having the sentence verbally shared by the assessor. In regards to phonological
processing, the CTOPP (Comprehensive Test of Phonological Processing) was
administered. This skill, which is most closely related to reading fluency, allowed
students to delete word parts or syllables from words, while the terms became
increasingly more challenging. When testing for syntactic awareness, learners were
verbally read 20 sentences and they had to determine what the missing word was in each.
Finally, MA was assessed by giving pupils 17 prefixes and suffixes that they needed to
come up with definitions for each. The results for the first goal of this study showed no
major disparities in reading comprehension for L1 and ESL students. The results for the
second goal of this inspection displayed considerable discrepancies in working memory
and syntactic awareness, which the L1 group scored better on both. The results for the
third goal of this analysis displayed that 88 percent of the L1 students and 85 percent of
the ESL students were identified as having good comprehension skills (Lipka & Siegel,
2012).
The study completed by Kieffer et al. (2013) focused on the same group of
participants as Denton, Wexler, Vaughn and Bryan (2008); sixth through eighth grade
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ELL, LM or ESL students. An apparent lack of information regarding this age range, and
an abundance of data from elementary ELLs, has led the latter group of researchers to
conduct this analysis. Older ELLs have a unique set a struggles when compared to their
younger peers, because they do not have a robust background knowledge, and they have
limited resources to draw from to create meaning. Furthermore, this group struggles with
reading the words in a text and they do not always know how to define the words they are
reading. This lack of skills is not helped by the fact that older ELLs read less, which
contributes to 25 percent of middle school students being uncapable to read a text to
determine its main idea (Denton et al., 2008). Three main issues present themselves as
obstacles for middle level ELLs; 1) they are not making satisfactory progress on
nationally given assessments, over a period of 13 years, 2) the texts provided to them do
not lend themselves to learning and 3) there are large achievement gaps present from a
variety of demographic clusters. Taking all of this into consideration, the research
question that will attempted to be answered by this inquiry, is; will an intervention for
middle-level ELLs who have major and continuing reading challenges, through the use of
ESL exercises, lead to higher reading results? The main skills that were looked at in this
examination, were the ability to read words, vocabulary knowledge and reading
understanding. The intervention given to the ELLs in this application was “…a
significantly modified version of a phonics-based remedial program...” (Denton et al.,
2008, p. 80). Vocabulary teaching, fluency and tactics for comprehension improvement
were the main hallmarks of this intervention. Of the nearly 750 students that attended the
institution where this study took place, more than 40 percent was classified as LEP.
Nearly 50 percent of the learners in this school passed the reading section of the state-
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required literacy test the year before this analysis took place. The number of students who
actually did take part in the intervention was 20 and they were in, either sixth, seventh or
eighth grade (Denton et al., 2008). The number of students who were placed in the
control cluster stood at 18. These pupils were chosen because they were currently placed
in remedial or special education classes for reading. Another qualifying factor was the
student’s inability to read 80 or more words correctly in a 60 second time frame. Over the
13-week time frame, treatment students averaged 43 sessions in 40-minute increments,
totaling nearly 29 hours of training. Pre and posttest data for fluency, reading
understanding, the ability to classify words and spelling was gathered by the researchers
(Denton et al., 2008). Various assessments were used to collect this information,
including the TOWRE subtest for being able to identify, as well as pronounce sight
words and numerous Woodcock-Johnson tests as well. Small groups were given the
intervention with one to three of their peers at a time. Every two days, teachers would
instruct on decoding, followed by an encoding day. The decoding day would focus on
reading, while the encoding day would focus on spelling. The results indicated that there
was not momentous growth for either the control or treatment groups. However, at the
same time, neither cluster showed significant losses either. There were many possible
reasons why the intervention was mostly unsuccessful, including duration, intensity,
attendance, socioeconomic status or a host of other issues could have interfered.
Understanding the Importance of Reading Engagement
“Reading engagement refers to involvement in reading activities in which the
reader displays cognitively purposeful processes…” (Taboada, Townsend & Boynton,
2013, p. 310). These researchers go on to say that other aspects of reading engagement

are for students to have fervor, awareness and curiosity in order to take an optimistic
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viewpoint towards the texts they read. Being engaged while reading is different from
vocabulary instruction, reading fluency, cultural responsiveness and graphic organizers,
because it requires less skill to implement. There are ways to get learners to become more
engaged in a text, yes, but the amount of ability it takes to be connected to and following
along with a text is less than other areas. During middle school, both native English
speakers and ELLs become more disengaged readers than they were in elementary
school. This viewpoint is collaborated by Ebe (2012), who states that inherent motivation
takes a dip as students enter middle school. If a learner is more engaged in what they are
reading, the likelihood of them understanding what they read also goes up. This is where
reading comprehension connects to reading engagement; for latter predicts the former in
many cases.
Reading Engagement Strategies
One approach educators can use to encourage their students to focus on what they
are reading is called the Think-Aloud Strategy. This tactic is intended to encourage
English learners to supervise their own reading comprehension and use certain
approaches to enable awareness of the text (McKeown & Gentilucci, 2007). ELLs also
like the flexibility of this strategy, because it allows for them pause, if needed. With this
ability, students are naturally able to engross themselves in the text and really understand
what it is saying. Teachers like this approach, because it can be applied to classrooms
where the abilities of the students are wide ranging. The think-aloud method
accomplishes three goals; 1) it gives a survey technique to comprehend thinking as it
connects to reading investigations, 2) it supplies a routine of teaching, and 3) it is a

feature of communal contact. As far as this investigation goes, researchers were

51

attempting to answer one main question; if middle level ELLs use this strategy, will it
lead to better comprehension as gauged by the High Point Selection Comprehension
Assessment, compared with those who do not? (McKeown & Gentilucci, 2007). Twentyseven participants attempted to help answer this question, but they did not all come into
this study with the same reading level. Five of the learners were at level two, which is
labeled as early intermediate. Eleven of the pupils were at level three, which is labeled as
intermediate, and eleven of the students were at level four, which is labeled as early
advanced. These 27 students, depending on where they fell in level two through four,
were at a range of skills levels. The lowest had only been in school in the United States
for an average of two years, but some of the highest were set to be exited from EL
courses (McKeown & Gentilucci, 2007). A pre and posttest were given to the
participants, but the use of a control group and treatment group was not employed. A
control cluster was not implemented for two reasons; 1) the researchers did not want to
hold half of the group back from learning the strategy and 2) the size of each group
would have been too small. The aforementioned test, known as the High Point, was used
in both the pre and posttest. Students read a text, which was within the normal middle
level range, and had to answer six questions in a multiple-choice format. After the
pretest, learners were taught the Think-Aloud Strategy for two weeks, three days per
week, for 20 to 30 minutes at a time (McKeown & Gentilucci, 2007). During this time a
whole class read aloud was employed, with the researcher modeling the previously stated
method. During weeks three and four, students were encouraged to apply the approach to
their own reading assignments in social studies. Learners were also instructed on what a

satisfactory reader does, like ask questions, use prior knowledge, make predictions,
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explain and restate what has happened in a text. The outcomes do not show a
standardized result for all of the ELLs who partook in this analysis. For the level two
students, there was no data to suggest this strategy enriched their comprehension of the
texts. For the level three students, there was calculable advancements in their
comprehension of the texts, but the growth was not substantial. For the level four
students, this strategy showed a decrease in reading comprehension, with the majority of
the ELLs showing lower marks on the posttest (McKeown & Gentilucci, 2007). In the
end, the use of the Think-Aloud Strategy with a group that showed varied levels of
reading comprehension skill was mostly unsuccessful. There are many reasons why this
application was not more productive, including the selection of texts, especially when
length and type of writing are considered. The most important take away for educators is
to not employ the same strategy to a group with varied skill levels and expect the strategy
to work for all students equally.
Disengagement in academics, especially when it comes to reading, is a major
issue facing middle level students and teachers. Some studies show anywhere from 40 to
60 percent of adolescents continually disconnected from their educational opportunities
(Taboada et al., 2013). There are several factors that play into this lack of commitment,
including inability for students to make decisions about their learning, lack of enthralling
texts and a failure to see what they are doing in class as relevant. ELLs, whose numbers
are growing in public schools in the United States, have a special connection to reading
engagement. Many of these learners are experiencing failure in their classes, and they
face this reality at a higher rate than their non-ELL peers. It is important to note that
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reading engagement is multi-faceted, because it focuses on intellectual and motivational
aspects. This study concentrates on how reading engagement connects with two major
indicators of reading understanding in ELLs, which are English expertise and academic
vocabulary (Taboada et al., 2013). Furthermore, inherent motivation in reading can
forecast reading comprehension by increasing focus, dedication and exertion. In the past,
very little research has been done in regards to reading engagement and middle level
ELLs. The focus, however, has been on high school or college students and some of the
studies did not cover the entire scope of reading commitment. On the contrary, the
current analysis looks to focus on middle school ELLs and the multiple parts of reading
engagement. This connection is further examined in three ways by this inquiry. “First, it
examines whether reading engagement plays a mediating role between early adolescent
English Language Learners’ language proficiency and reading comprehension” (Taboada
et al., 2013, p. 315). Second, it prolongs the investigation to a progressive dialect aptitude
context to contemplate the moderating role of commitment with appreciation to scientific
terminology understanding and scientific texts. Third, it scrutinizes the parallels between
two clusters of ELLs, for fifth and sixth grade students, who have a L1 with Asian and
Spanish backgrounds. The research questions for this review are twofold and based off of
the three previously listed contributions, but stated in question format. Twenty-five fifth
grade and 63 sixth grade ELLs participated in this investigation. These cohorts were from
the same city and state, but different schools. Nearly all of the fifth-grade pupils were of
Asian ancestry, while an even higher percentage of the sixth-grade pupils were of
Hispanic lineage. Both of these factions had various skills levels represented, which
ranged from beginner to exceptional-intermediate (Taboada et al., 2013). Data was

gathered during a three-week period, in the spring, through the use of five measures.

54

First, language proficiency was tested through the knowledge of image vocabulary, oral
analogies, letter-word recognition and dictation. Second, terminology related to science
was tested via multiple choice questions gauging the abilities of each grade to define
terms related to this content. Third, reading comprehension was tested through the use of
fiction and nonfiction texts, which students answered questions on when they had
finished reading. Next, reading understanding as it related to science was tested via an
Earth science text, which differed for each grade level. After the reading was completed,
ELLs answered comprehension questions to check their level of understanding. Finally,
commitment to reading was tested using the REI (Reading Engagement Index), which
uses eight elements to come up with a score. The outcome of these measures, for both
sections of students, confirmed that English language expertise effects on reading
understanding was completely connected by reading engagement (Taboada et al., 2013).
An additional outcome showed that reading engagement, again, completely connected
science terminology effects on science understanding for the younger group of ELLs.
However, the same connection for the older group of ELLs was only partially present,
rather than entirely. Looking back at English expertise and academic vocabulary, we now
see that these, along with reading engagement, play a major role in influencing English
Language Learners’ reading comprehension.
Reading engagement and comprehension skills are essential for success in English
language arts classes, but this is also true for all content courses, including social studies.
While research has been conducted in the past on multiple content areas, the majority of
these investigations have concentrated on science (Barber et al., 2015). However, it is

important to better understand how to get students to connect with social studies
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curriculum. This is partially due to middle and high school learners often complaining
about a lack of relevance, the use of a singular text and plentiful assessments in both quiz,
as well as test form. This use of a single text can be a significant issue for English
Language Learners. Their lack of vocabulary, generally and specific to different content
areas, can be a difficult hurdle for them to manage. This inquiry looks at an intervention
known as USHER (United States History for Engaged Reading), which was applied to
both L1 and L2 speakers of English (Barber et al., 2015). Sometimes a treatment works
well with native speakers, but not ELLs or vice versa, so it is important to be cognizant of
the uniqueness of each group. Barber et al. (2015) views educational engagement as a
multifaceted ability that combines behavioral and responsive features in students.
Additionally, reading engagement is defined, by these researchers, as a mixture between
motivation and thinking skills while a student is reading. As previously stated by
Taboada et al. (2013), the variable most able to determine or predict reading
comprehension is reading engagement, especially for ELLs. USHER, the treatment
model, uses engagement systems and intellectual structures to build reading engagement.
Three questions were asked in this study; 1) after USHER was used, was there a change
in reading comprehension, self-belief and overall commitment to social studies for ELLs
and native English speakers? 2) Was self-belief in reading and social studies engagement
affected and did these effects show reading understanding growth for each group? 3) As
far as being able to predict change in social studies engagement and reading self-belief,
for both native speakers and ELLs, what teacher assistance changes made a difference?
The participants, including ten sixth grade and three seventh grade teachers of social
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studies content, attempted to answer these questions. A total of 29 social studies classes
took part in this intervention, including 19 sixth grade and ten seventh grade cohorts
(Barber et al., 2015). 378 sixth grade learners, containing 189 ELLs, were involved in
this examination. 106 seventh grade learners, containing 47 ELLs, were participants in
this analysis. These teachers and students were all from the same school district, but the
comparison cluster was from a different school in the same area. Multiple measures in
this investigation were used to test reading comprehension, understanding of history, selfbelief in reading, social studies engagement and teacher backing from the students’ point
of view. These assessments were given before, as well as after the seven-week
application of the USHER system, in order to get pre and posttest marks. To answer the
first question, the sixth-grade native English speakers showed growth in two of the three
facets of reading comprehension. However, even though the sixth grade ELLs improved
in two of the three areas as well, their growth was less significant than the other cohorts.
For the seventh-grade cluster, the opposite was true, being that the ELLs showed
substantial numerical improvement in reading comprehension. On the other hand, the
native speakers of English, showed not considerable statistical progress. For question
number two, the sixth-grade treatment group increased their self-belief in reading, while
the control group did not. Overall, the ELLs had lower self-belief than their native
English-speaking peers. The results for the older group were essentially the same as their
younger peers. For question number three, the seventh-grade students showed no increase
or decrease in social studies engagement. On the flipside, the sixth-grade group saw their
engagement in social studies drastically decrease, with a more severe drop for the ELLs
(Barber et al., 2015). Taking a look at USHER as a whole, there were encouraging signs

of improvement in reading understanding and self-belief in reading for a mature,
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diversified population.
With more and more school districts taking an inclusive approach to educating
their students, teachers have seen an increase in all types of learners in their classes.
Many educators feel ill prepared to help those who struggle with reading and lack
strategies for reading improvement. This is where self-questioning techniques can be
helpful for both instructors and learners alike. These types of methods can be helpful
when reading narrative texts, but also apply to expository texts, like those seen in social
studies (Berkeley, Marshak, Mastropieri & Scruggs, 2011). Basically, like it sounds, selfquestioning teaches students to check their understanding of a text by asking and
answering questions about what they are reading. The purpose of this study was to
determine how successful the self-questioning approach was for increasing reading
comprehension of middle level students in social studies. Of those attempting to
determine the success of this strategy were 57 students in seventh grade. 13 of these
pupils were labeled as ESOLs, which would be 23 percent (Berkeley et al., 2011). Before
the intervention was put into place, several data points were looked at for this cohort. To
begin, the SRI (Scholastic Reading Inventory) was administered, this was followed by
looking at social studies test scores from the prior year and quarter grades for the same
content area were examined. Both the treatment and control groups were given these tests
prior to the three-day mediation. The text used during this time period was a selection
from their social studies textbook in a chapter the students were unfamiliar with. Sheets
with information on how to apply the self-questioning strategy were given to each learner
and these pupils applied this knowledge to what they were reading. Some of these

directions instructed students to try to take headings and subheadings, then create
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questions for each (Berkeley et al., 2011). Those in the control cluster were only given
their textbook and activities to do if they finished the reading early. After the three days
were up, more measures were given, including a multiple-choice social studies test, an
open-ended social studies test and an awareness survey on strategies students used during
the readings. As far as the actual instruction, treatment groups were given three 20
minutes lessons that decreased the level of teacher backing as the lessons progressed
(Berkeley et al., 2011). Instructors modeled the strategy, used guided practice and gave
students the opportunity for independent practice in the intervention cohort. On the other
hand, the normal practice students were told to read a set number of pages and asked to
retain as much information as possible. To ensure that both the treatment and control
clusters were given each lesson with fidelity, scripted lessons were used in this analysis.
The results showed a strong benefit for those learners who were taught the selfquestioning strategy, as they score much higher on the content knowledge and the
multiple-choice test when compared to their control group peers. Furthermore, the
intervention set indicated that almost three fourths of their members recalled all three of
the steps to the strategy. This was determined by the survey these pupils took about using
the skills they were taught after the intervention was complete. In conclusion, when a
reader takes an active role in what they are reading, they stay engaged and better
comprehend what they are reading.
While textbooks in a variety of content areas require students to employ a vast
array of skills to understand them, ELLs and learners with disabilities struggle the most
with having low reading abilities. To be specific, in 2013, only three percent of ELLs

who took the NAEP (National Assessment of Educational Progress) scored in the
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proficient range (Proctor, Daley, Louick, Leidera & Gardner, 2014). There are many
capabilities that educators typically look at to determine reading comprehension, like
fluency, vocabulary knowledge and summarizing, but motivation is examined at a much
lower rate. Motivation is a multifaceted skill that has many parts, but three in particular
were the main focus of this inquiry; 1) intrinsic, 2) extrinsic and 3) self-efficacy. The
ability to combine all three of these types of enthusiasm can lead to an advanced ability to
engage with what students are reading in an educational setting. If someone is
intrinsically motivated, it is in their identity and defines who are they are to want to read
at a high level. Extrinsic motivation, on the contrary, comes from other influences that
are external in nature. According to Proctor et al. (2014, p. 77), “Self-efficacious readers
‘participate more readily, work harder, and persevere longer in the face of difficulties,
and achieve at a higher level.’” Previous research has not been conducted on K-12 ELLs
and the association between motivation, as well as literacy products, which leads to the
questions for this analysis; 1) what role does motivation play in predicting reading
understanding among learners with disabilities, in the framework of a corrective reading
platform? 2) Are there any effects on motivation determining future reading discernment
still present, even due to ELL standing? Twenty-six sixth grade, 28 seventh grade and 22
eighth grade pupils participated in trying to answer the previously listed questions. Three
schools, with 51 percent of those involved being ELL, took part in this application. The
other 49 percent was comprised mostly of students with impairment in speech/language
or intellectual disabilities. Students were in a program known as READ180, which
typically ran for 90 minutes per session and attempted to develop skills that are connected
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to reading (Proctor et al., 2014). These classes began with large group instruction for half
an hour, followed by three 20 minute sessions in small group teaching, using a software
platform independently and independent reading. Five measures were put into place to
assess students’ abilities in; reading understanding, comprehension performance via
READ180, READ180 vocabulary performance, amount of time in the READ180
program and a motivation survey, known as a MRQ (Motivation for Reading
Questionnaire) (Proctor et al., 2014). For reading comprehension, the SRI (Scholastic
Reading Inventory) was given to all participants and provided each with their grade level
reading ability. For the comprehension performance via READ180, learners were tasked
with multiple-choice questions about a variety of reading skills, such as main idea of a
text. For the vocabulary assessment, there were more multiple-choice questions about
definitions for words that had been seen in associated passages. For the total time spent in
READ180, not every student had access to the aforementioned 90 minute time slot. The
user log calculated the entire time spent using the software during the ten-week treatment
period, in minutes. Lastly, the MRQ, which had numerous subtests, scored the various
types of motivation in these readers. The information from these measures was all
collected after the intervention took place, except for the MRQ. The results display that
for the SRI and comprehension performance tests, students who were not labeled as ELL
scored much higher than their ELL peers. For each cluster, there was not a difference in
time spent using the READ180 program. Of the three types of motivation, self-efficacy
proved to be the biggest predictor of reading comprehension for all students (Proctor et
al., 2014). For the second research question, the data showed no connections between
ELL standing and motivation in determining future reading understanding. Clearly, if
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ELLs are to be engaged with what they are reading, this study suggests to build their selfefficacy skills. This will be the best way to show reading comprehension advancement as
they progress through middle and high school.
This study, much like Proctor et al. (2014), examined the impact of a system on
sixth through eighth grade English Language Learners. Hinde, Popp, Jimenez-Silva and
Dorn (2011) looked at how geography lessons impacted reading comprehension for
middle school students. The program used, know was GeoLiteracy for ELLs, had 85
premade lessons for teachers to implement in hopes of increased reading understanding
and writing skills. Due to a large percentage of ELLs coming from underperforming
schools and areas of high poverty, geography is usually not taught to these students. The
focus, for LM learners and others, is on math and English, which are the most commonly
tested subjects. This has forced some teachers to teach certain aspects of a social studies
curriculum in an English language arts class (Hinde et al., 2011). Best practice research
suggests that instructors who are excellent, regardless of the subject, are able to bring in
aspects of multiple content areas into what they are teaching. GeoLiteracy is unique,
because it combines reading, writing and language acquirement skills for ELLs.
“Teachers, geographers and assessment specialists collaborated to create the lessons that
comprise GeoLiteracy” (Hinde et al., 2011, p. 50). Arizona, Indiana and Oklahoma were
the three states where this curriculum was implemented, but the way ELLs in those states
are taught is dissimilar. In Arizona, native and second language English speakers are
taught together in an inclusive classroom. In Oklahoma and Indiana, native and second
language English speakers are taught separately until the ELLs can gain a certain level of
English aptitude. For this study, a control and treatment cohort were used, with both

receiving the same pre and posttest. The control group did not hear the GeoLiteracy
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lessons, which numbered from three to five, but the intervention group did. The two most
southern states did the treatment for five months, but the northern sate only used the
program for three months. Students in third through eighth grade were involved in this
inquiry, except for sixth grade, due to a lack of volunteers. A total of 1,431 learners
partook in this examination, with 223 to 387 per grade (Hinde et al., 2011). Of these
nearly 1,500 pupils, between 28 and 39 percent of them were classified as ELL and 22 of
the 23 schools involved qualified for Title I funding. To receive Title I funding, one third
or more of the students need to come from homes of low economic standing. While the
elementary teachers typically chose lessons that fit well with their reading curriculum, the
middle school instructors picked GeoLiteracy modules with a personal connection. By
choosing lessons with a personal connection and the amount of extra time some of these
sections took, it seems that reading engagement was evident for students in these classes.
Tests, which were different for each grade level, were given in two formats; A and B.
Form A tests were the same that were used for the first analysis, but Form B tests only
varied slightly. These assessments were ten questions in length and measured reading
understanding, but not geography knowledge. Results indicated the fifth and eighth grade
learners in the treatment cluster showed reading comprehension growth. Eighth grade
ELLs, taught the GeoLiteracy lessons, showed higher performance on the posttest.
Grades three, four and seven did not show noteworthy changes from pre to post test for
the intervention group, but ELLs did show superior improvements compared to their nonELL peers (Hinde et al., 2011). Overall, those in the treatment group, ELL or not, either
showed improvement or merely did not regress. It seems, to keep students engaged in
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what they are reading and learning about, it is beneficial to try to employ multiple content
areas in whatever subject it being taught.
While overall reading comprehension scores have increased across the United
States, there are still a large number of students who struggle with the complexity a text
can provide, beyond the basic understanding of what it is saying. Enter critical literacy,
which Murphy, Wilkinson, Soter, Hennessey and Alexander (2009) define as relating to
more advanced levels of thinking and analytical reflection on texts and rhetoric. The goal
of this ability is to give students the capability to comprehend texts at an elevated level,
see what is written beneath the surface and move beyond the acquirement of low-ranking
intellectual skills. Critical literacy also includes group discussions, because these can
foster reflective discernment about a text and lead to deeper engagement with what the
text is actually saying. Classroom discussions can be used in a variety of ways, including
choosing a certain stance on a topic, gaining information about a topic, or to react to the
text in a creative manner. Three specific types of discussions, for a critical or analytic
approach, were adopted for this examination; 1) Collaborative Reasoning, 2) Paideia
Seminar, and 3) Philosophy for Children. These three strategies were chosen “…because
each of these approaches has an enacted goal of querying and interrogating the
underlying arguments and evidence presented in the text” (Murphy et al., 2009, p. 742).
Three specific types of discussions, for an efferent approach, were adopted for this
examination; 1) Instructional Conversations, 2) Junior Great Books Shared Inquiry, and
3) Questioning the Author. Efferent, in this inspection, is defined as the discussion aspect
taking importance above the actual reading to get information from a text. These three
strategies were chosen, because they met the primary objective for how to gather textual

information. Three specific types of discussions, for an expressive approach, were
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adopted for this examination; 1) Book Club, 2) Grand Conversations, and 3) Literature
Circles. These three strategies were chose, because they had the best probability to elicit
emotional reactions to the text. Literature, for this study, was divided into three levels:
one, two and three. Over 1,000 references were originally included and then broken down
into one of the three corresponding levels. Level one texts, were classified as such, if they
were openly connected to one of the nine strategies listed previously. Level two texts,
were labeled as such, if they looked at discussions contributing to improvements in
students’ reading comprehension. Level three texts, were categorized as such, if they
analyzed how discussions encouraged learning and understanding. Level four texts, were
branded as such, if they gave evidence on methods of discussions or graded the
superiority of their interpretation (Murphy et al., 2009). All studies had to meet three
criteria to be included in the examination, including being from an empirical
investigation. Second, the research included needed to use quantitative data and have
effect sizes that were determined from the existing data. Finally, research needed to
include specific information about the amount of talk done by the teachers and students,
including how often students were talking to each other. Each of the evaluations
encompassed were subjected to coding via a manual of coding. Data was prepared, for all
studies, through a number a controlling ideologies. Key findings from this survey
included; comprehension, both literally and probably, were positively affected by
numerous approaches. This was especially true if the approach was categorized as being
efferent by design. Critical thinking, argumentation and reasoning were all impacted
minimally by the approaches that were considered. Also, most methods were useful at

increasing student talk time, while lessening teacher talk time, but this did not lead to a
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higher level of comprehension (Murphy et al., 2009). Lastly, tactics to increase reading
understanding, thinking critically and developing reasoning skills were all reduced by the
strategy and measures enlisted. Clearly, if students are going to be engaged in what they
are reading and increase their reading comprehension skills, their level of purposeful
engagement will not be benefitted by how much time they get to discuss the texts with
their peers.
The main goal of any teacher who is instructing students who are below their
correct reading level is to get them to grade level as quickly as possible. The intervention
group from the McElvain (2010) inquiry did exactly that by taking part in a TLC
(Transactional Literature Circles). The students in the treatment group, during the course
of seven months, increased their reading skills by one entire grade level. Many ELLs
have the opportunity for this type of growth, because they fall into the category of
sometimes being multiple grade levels behind their non-ELL peers. Unfortunately, the
ELLs in this study were very unsure how to answer when asked what good readers do.
Many students who are struggling readers, ELLs included, have a narrow view of reading
being only about fluency. When the focus is on how fast and accurately words are being
read, sometimes the understanding of the text gets lost. Numerous educators subscribe to
the idea that reading is a multilayered skill with two main parts: being able to recognize
words and being able to understand what is being read (McElvain, 2010). When ELLs
struggle with one or both of these skills, it can cause them to become disengaged and
hopeless towards the reading acquisition process. To be able to re-engage distraught
learners, teachers need to understand that the connections readers make is crucial to their

understanding and development. There are four basic types of knowledge McElvain
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(2010) recognizes; 1) meta-knowledge, which contains checks of oneself and enthusiasm,
2) background information needed to comprehend concepts, as well as words, 3)
familiarity with general textual characteristics, and 4) recollecting, foreseeing, inferring
or enquiring tactics. Best practices for teaching reading understanding for ELLs includes,
small group instruction, discussions while reading a text, applying texts to a student’s
culture, developing self-efficacy in learners and vocabulary improvement. The treatment
in this analysis was TLC, which builds on the connections between text, instructor,
learner and peers. While building classroom culture, students also build on each other’s
knowledge and understanding of a variety of topics. Teachers, in this scenario, play the
role of facilitator, not director. They lead the students through questioning and
investigating the text, while finding connections to their lives. Through discussion, a
sense of belonging is developed by pupils sharing ideas, verbalizing thoughts and reading
comprehension surges by beliefs being applied to real life circumstances. The text, in
TLC, needs to engross the learners, while staying connected to their lives though an
added hint of controversy (McElvain, 2010). The participants, 75 ELLs, in this
examination were in fourth through sixth grade. Each attended one of two elementary
schools in the northern section of California. Similarity, another 75 students were chosen
to be the control group, but they not receive instruction via TLC. These control students
were also at different schools for the duration of the study. These lessons took place in
mainstream classroom, where English was the only language in which instruction took
place. Seven measures were used to gauge the success or failure of this intervention,
including; 1) a test for all ELLs, who had been in the country for more than a year, to

measure reading skills, 2) a test for reading achievement given to all students in
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California, 3) a test for skills in proficiency, 4) a test to record reading progress, 5) a TLC
rubric that was filled out by researchers when observing teachers, 6) interviews from
teachers that included five questions, and 7) surveys students filled out that were three
questions in length (McElvain, 2010). For the actual instruction of the TLC program,
each one-hour session began with a mini-lesson, which ran for 15 minutes. For the next
half hour, learners read and reacted to the text chosen as their literature circle book
(McElvain, 2010). During that time, usually half of it was spend reading, while the other
half was spend discussing. On a weekly basis, during the reading/discussion time, the
teacher met with each group and led a discussion on the text. It typically followed this
format, explicit teaching and modeling of the tactics, coaching by the instructor while
students practice tactics, learners model the tactics and talk about how they handled the
text, and the instructor reiterates how beneficial the tactics are and recaps when they were
used in the discussion (McElvain, 2010). From pre to posttest, for the first measure,
treatment group learners gained nearly eight more points that their control group peers.
For measure number four, the average ELL intervention member jumped from a thirdgrade reading level to a fourth-grade reading level in seven months. The results also
showed that the treatment was employed with high fidelity with all teachers scoring as
acceptable on the rubric. Teachers and students, overall, found the TLC program to be
beneficial and helpful in building reading abilities. In conclusion, the TLC system is
tremendously helpful when trying to build reading comprehension and engagement for
middle level ELLs. The use of student led discussions, culturally relevant texts and
strategies to build self-efficacy make using TLC helpful for all ELLs.

CHAPTER III: DISCUSSION AND SUMMARY
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Summary of Literature
Educating students who are new to the country or new to the English language is
a challenging task for EL teachers and other content area instructors as well. Many
strategies exist to help with this transition, including the use of graphic organizers and
storyboards. The use of storyboards and graphic organizers as a before and during
reading approach, in order to improve reading comprehension, was beneficial to ELLs
(Molina Naar, 2013; Praveen & Premalatha, 2015). The implementation of Venn
Diagrams, specifically as a post-reading tactic, was found to be a helpful way for ELLs to
summarize and organize data from the text (Watkins & Lindahl, 2010).
Vocabulary acquisition and application can be another stumbling block for LM,
language minority (LM), students in their efforts to develop reading comprehension.
Introducing a particular set of words at a time and focusing on them for several days of
instruction proved to increase vocabulary and reading understanding for both ELLs and
native English speakers (Lesaux et al., 2010; Vaugh et al., 2017). Trajectories related to
vocabulary were examined in multiple studies, but some found short-term memory to be
the catalyst, while others determined decoding and identification of words to be the best
predictors of future success (Farnia & Geva, 2013; Mancilla-Martinez et al., 2011). The
type of words teachers used and the language those words were used in, Spanish in this
case, lead to gains in reading comprehension. The more sophisticated words that a
teacher used in vocabulary instruction and each time a new term was imparted, the
teacher shared the Spanish translation of said word, which both led to improvement in
reading understanding (Gámez & Lesaux, 2015; Vaughn et al., 2009). The correlations of
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spelling and vocabulary helping to increase reading comprehension were examined on a
limited basis, but vocabulary proved to be a better indicator of success in this area (Reed
et al., 2016). Vocabulary alone, however, is not necessarily the best way to develop
reading comprehension. Another limited analysis proved that vocabulary, along with
reading understanding strategies, was the best way to show growth in this area (Hall et
al., 2017). The use of visuals, practicing shared reading, practicing guided reading and
drawing pictures of complex words proved to be helpful for ELLs in increasing
vocabulary abilities that built reading comprehension skills (Bolos, 2012). LEP students
who are given vocabulary interventions can have different levels of success, depending
on how proficient in English a student finds themselves (Hwang et al., 2015). Lastly,
given 70 vocabulary terms to learn each week, with only ten being reviewed later on, LM
students showed the biggest advances is skills related to vocabulary acquisition and
usage, including; academic term mastery, word associations and word learning skills
(Lesaux et al., 2014).
Picking stories that are responsive to the culture of the ELLs is important, because
it allows them to connect with the text on a personal level. Translation, from English to
Spanish, based on a class assigned text proved to be beneficial. When ELLs are able to
understand a text in their first language, they comprehend what it is saying at a complex
level (Cole et al., 2012). When students participated in a retelling of a culturally relevant
story, it led to numerous connections with the text and more closely aligned the reader’s
thinking with the author’s intended gist. Additionally, since the text chosen was culturally
relevant, learners better understood what it was saying and that built aptitude for
upcoming texts (Ebe, 2012). Finally, in order to develop literacy in a culturally

responsive way, a series of instructional areas were found to be helpful, including
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discourse, working together, visuals and graphic organizers, explicit instruction and
analysis or questioning (Piazza et al., 2015).
Reading fluency is an important ability for ELLs to develop, and it can lead to a
higher stage of reading if implemented accurately. Unfortunately, when applying
remedial phonics-based instruction to a group a below grade level readers, sometimes the
results show no measurable growth in reading development (Denton et al., 2008).
Fortunately, that was not the case for the other examinations into reading fluency. MA,
known as morphological awareness, was present in a couple of studies based in this area.
Morphological awareness and reading fluency appear to have a strong correlation to each
other, being that an advanced MA leads to a higher ability to read text quickly, as well as
accurately (Kieffer et al., 2013: Kieffer & Lesaux, 2012). Determining there were
differences in terms of working memory and syntactic awareness, which factor into
reading fluency, for native English speakers and ESL students was evident; those
speaking English originally performed better on both measures (Lipka & Siegel, 2012).
However, the difference of overall ability to comprehend text only varied by three
percent, which the native English speakers taking the lead in that area as well. For grade
five students in South Africa, a clear and consistent connection was found between oral
reading fluency and advanced reading comprehension skills (Pretorius & Spaull, 2016).
The ability to speak English proficiently upon entrance to kindergarten and
socioeconomic status are the two main factors in determining reading growth, including
reading fluency, for students by the time they are in eighth grade (Kieffer, 2011). Lastly,
language skills, written expression, oral expression and listening comprehension, for a

variety of grade levels, can help predict reading comprehension. This includes seventh
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grade learners, especially in terms of oral expression (Berninger & Abbott, 2010).
Engagement while reading is a key contributor to connecting to a text and
developing reading comprehension abilities. Two studies, one fully and one partially,
looked at the correlation between literature circles and reading engagement (McElvain,
2010; Murphy et al., 2009). The partial examination (Murphy et al., 2009) observed eight
other reading commitment strategies and determined that each was helpful in decreasing
teacher talk time, but that did not determine an increase in reading comprehension. The
full inspection of literature circles (McElvain, 2010) discovered that this approach is
beneficial in growing reading skills. Another few applications used the content of social
studies to research the previously mentioned connection between reading facilities. Selfefficacy and self-questioning were major components of each study (Barber et al., 2015;
Berkeley et al., 2011). Unfortunately, the self-efficacy research (Barber et al., 2015)
showed no improvement, or actually a decrease in some cases, in engagement. However,
the self-questioning exploration (Berkeley et al., 2011) led to higher motivation and
higher proficiency scores. GeoLiteracy, which is a program to increase geography skills
in a literacy context, proved to be a good strategy to increase reading understanding
abilities (Hinde et al., 2011). Only one inquiry used READ180, a program designed to
cultivate reading skills, showed no connection between being ELL and engagement in
order to determine future comprehension in reading (Proctor et al., 2014). Using the
Think-Aloud strategy clearly demonstrated mixed results, as two of the three groups in
the article, either decreased or did not advance their understanding of a text (McKeown &
Gentilucci, 2007). Finally, one study looked a scientific skills as they related to reading

engagement and comprehension. It was found that reading engagement was the best
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predictor of being able to understand scientific terminology and texts (Taboada et al.,
2013).
Limitations of the Research
Finding articles to answer the research statement proved to be a daunting task. A
wide array of research exists that focuses on the broad topic of improving reading
comprehension skills. Many strategies exist that are proven to increase the understanding
of texts for students in kindergarten, all the way up to those in high school. However, it
was a challenge to find articles that only focused on students in grades five through eight.
A healthy amount of research is conducted in the name of learning about those just
starting school for the first time, including through fourth grade. Yet, when it comes to
middle school, and even high school learners, there just is not as much information when
compared to the lower grade levels. These were all limiting factors in determining
available research, but age of the studies was also restrictive. A good amount of
investigations had been conducted in or before 2006, which caused them to be excluded
from this literature review. The most challenging demographic to find research on, by far,
was for those labeled as ELL (English Language Learners), LM (language minority),
EFL (English Foreign Language) or ESL (English Second Language). First, it was
perplexing to determine which designation an article was using to classify the previously
listed group. A bounty of articles had different ways of depicting students who did not
speak English as their first language and struggled with reading. Additionally, even if an
article did focus on ELLs, which is the most commonly used designation in this review,
reading comprehension was not always the secondary concentration. Moreover, a study

could have a connection to both ELLs and reading understanding, but could still
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emphasize the wrong age group.
Limitations were put on answering this research statement, because of a lack of
information on a range of subjects. A small number of articles centered on whole school
or district-wide interventions for ELLs struggling with reading comprehension. No
studies were found addressing the widely used program known as Action 100. Only one
inquiry was found with reference to and use of READ180, which is another system put
into practice by many school districts. Another area absent was the strategy of using a coteacher model to improve reading comprehension. Lastly, research that was done in the
sector of ELL reading compression strategies was missing studies that took place for
multiple years at a time. Nearly every analysis occurred for a minimum of three days to a
few months, but only one or two studies took place for more than a year.
Implications for Future Research
Impending research should focus on the implementation of programs such as
READ180 or Action 100 for ELLs. Programs such as these are developed to address and
improve a number of reading skills for both English Language Learners, as well as L1
students. The main goal of READ180 and Action 100 is to get students who are not at
grade level, for reading, up to that point as quickly as possible. In this context, it would
be interesting to see how reading engagement, reading fluency, vocabulary acquisition
and other reading abilities could play into improving reading comprehension.
Forthcoming research should also look at the co-teaching model with a content
area teacher and English Learner teacher being in the same classroom to support students.
Discovering the effectiveness of small group instruction, added support from a

supplemental teacher and scaffolding, among other aspects of this strategy, could be
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proven to have value for struggling readers. The impact of keeping students within a
mainstream classroom, where they might be exposed to more complex texts, could have
strong implications for reading comprehension development as well. Furthermore,
researchers may perhaps be able to find varying levels of success, depending on the
content area where this intervention would be applied.
Implications for Professional Application
I believe that, from this research, there are three major takeaways that I have on
how to apply what I have learned to my classroom. To begin with, reading
comprehension has many aspects to it and many factors contribute to students being able
to do it well. I did not realize how many other reading abilities impact or are impacted by
this skill. In the future, when I am looking at a student who is not understanding
something we are reading in class, I will try to look very specifically at what aspect of
reading comprehension they are struggling with.
Next, whenever I try to implement a new strategy, I will have a better
understanding that there will most likely not be a universal response. When trying
something new, the ELLs might not find it helpful, while the native English speakers may
gravitate towards using it again during the course of the school year. On the other hand,
some tactics may be incredibly useful for ELLs, but those that have spoken English their
whole lives could find it to not be beneficial. This can also apply for various levels of
ELLs, where some with lower skills could find a strategy helpful, but those nearing their
exit from services might see no need for it.

Finally, it is important for all educators to understand that students come from a
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variety of backgrounds. Some have lived in the United States for their entire lives, while
others are still trying to figure out being in a new place and learning a completely new
language. Being able to connect to where students are coming from and what their past
experiences have been can be crucial in improving their reading abilities. When a student
sees their heritage being represented in a school related text, it may be the first time they
have read about someone who looks like them, sounds like them or acts like them in an
educational setting. This could be the key to opening their eyes to see how learning and
reading can impact their lives, as well as their future.
Conclusion
Clearly, there is not one best strategy to help middle school ELLs achieve a
successful level of reading comprehension ability. The skills gained by using graphic
organizers, fostering vocabulary development, choosing texts that show cultural
relevancy/responsiveness, teaching ways to increase reading fluency and encouraging
strong reading engagement are all aspects connected to reading understanding. Each
piece is interdependent on the others to cultivate readers who read quickly, accurately and
grasp what they are reading. Educators must understand the value of each of these
capabilities individually, as well as the role they play in the whole of reading
comprehension.
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